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ABSTRACT OF THE THESIS 

Examining Relationships Between Social-Emotional, Cultural, and Academic Outcomes 
of Culturally Diverse Adolescents 

 
 

by  
 
 

Nicole Marie Garcia 
 
 

Master of Arts, Graduate Program in Education 
University of California, Riverside, December 2011 

Dr. Sara Castro-Olivo, Chairperson 
 

This study examined the relationships between acculturative stress, social-emotional 

resiliency, ethnic identity, and academic outcomes. A total of 78 middle and high school 

students from two different schools in California participated in this study during the 

2010-2011 school year.  Students reported on their perceived levels of acculturative 

stress, social-emotional resiliency, and ethnic idenity. Academic data (reading fluency, 

GPA, and scores on state tests) were collected for all participants.  A significant negative 

correlation was found between acculturative stress and social-emotional resiliency, 

suggesting that students with higher levels of acculturative stress tend to have lower 

levels of social-emotional resiliency. No other significant relationships were found 

between the variables being analyzed, however several limitations to pursuing research in 

this area were identified. Recommendations for future research are discussed.  
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Examining Relationships between Social-Emotional, Cultural, and Academic Outcomes 

of Culturally Diverse Adolescents 

 Young adults today are engaging in a variety of risky behaviors that are 

increasing their chances of involvement in destructive and even deadly situations. 

Nationwide, 23.3% of high school students have reported riding in a vehicle that was 

driven by someone who had been drinking alcohol, 41.8% reported they have consumed 

alcohol themselves, 20.8% reported they have used marijuana, 17.5% reported they have 

carried a weapon, 31.5% reported being in a physical fight, and 6.3% reported that they 

have attempted suicide (CDC, 2010). Additionally, youth are continuing to put 

themselves at risk for serious health and social problems considering that 2.1% of youth 

reported they had injected an illegal drug at least once, 34.2% of youth have reported 

being sexually active, and yet 38.9% of those youth reported not using a condom during 

their last sexual encounter. These behaviors increase the potential for unintended 

pregnancies and contracting STD’s, including HIV, which may have serious long-term 

effects (CDC, 2010). As a whole, these behaviors have the potential to serve as risk 

factors for a variety of negative developmental pathways for youth as well as put them at 

risk for being involved in life threatening situations. It is imperative that these types of 

risky behaviors be addressed, and prevented, in order to protect youth from serious health 

and social problems as well as to promote healthy development. Schools can be an ideal 

place to address these issues considering youth spend a fair amount of their time at school 

and are required to attend.  Given the convenient access to a captive audience, schools 

have the ability to prevent and/or intervene in these risky behaviors.  
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 School environments have been shown to have the ability to provide youth with 

various protective factors that may decrease their risk of involvement in potentially 

dangerous behaviors (CDC, 2009; U.S. Department of Health and Human Services, 

2001). For instance, current research has shown that academic success may serve as a 

protective factor for youth (NIDA, 2003). Students who have higher grades in school are 

less likely to engage in these risky behaviors (Livaudais, Napoles-Springer, Stewart, & 

Kaplan, 2007; Maguin & Loeber, 1996). In a recent analysis of data from a national 

youth survey, statistical significant differences in grades (GPA) between those students 

who did not engage in risky behaviors and those who did were found; students who 

engaged in risky behaviors had significantly lower grades (CDC, 2011). Academic 

success of “all students” including those at risk is not only important as a potential 

protective factor for risky behavior, it is also a critical factor affecting the growth and 

success of our country’s economy.  Successful academic attainment has been linked with 

increased employment opportunities as well as higher annual earnings (Aud, et al., 2011). 

Higher education and higher paid jobs can not only promote an overall better quality of 

life for an individual, but can also promote the financial stability and competitiveness of 

our country which in turn can benefit the communities we all live in.  

One area of potential concern for the future of our nation’s economy is the 

disparities that currently exist in academic success among culturally diverse populations. 

Historically, ethnic minority students have had lower levels of academic success than 

their Caucasian counterparts (Aud, et al., 2011). This problem has been present for the 

past 50 years and it continues to plague our education system, creating an uneven playing 
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field for minority students (Castro-Olivo, Preciado, Sanford, & Perry, 2011). Between 

1992 and 2009, a 17 year period, the average National Assessment for Educational 

Progress (NAEP) mathematics and reading scale scores of Black and Hispanic 4th, 8th, 

and 12th grade students have continued to be on average, 20 points lower than their White 

peers (Aud, et al., 2011). Moreover, as of 2008 young Hispanics between 16 and 24 years 

old had the highest percentage of dropouts (18.3%) compared to Blacks (9.9%) and 

Whites (4.8%). It is estimated that Hispanics born outside the United States have an even 

higher (32.8 %) dropout index (Chapman, Laird, & KewalRamani, 2010). In fact, 

throughout the 36-year period of 1972-2008, Hispanics have continued to have the 

highest percentages of dropouts compared to all other races (Chapman, Laird, & 

KewalRamani, 2010). Minority youth, specifically Hispanics and African Americans, are 

also over represented in the juvenile justice system (Armour & Hammond, 2009) as well 

as in school disciplinary practices (i.e., office referrals, suspensions, expulsions) 

(Wallace, Goodkind, Wallace, & Bachman, 2008).  The disproportionate number of 

school suspension and expulsions ethnic minority youth experience may be a contributing 

factor in the achievement gaps displayed with minority populations (Gregory, Skiba, & 

Noguera, 2010). 

The academic achievement gap between Hispanic and non Hispanic students is 

unacceptable and cannot continue, as it can lead to serious problems for our entire nation. 

Latino students are the fastest growing group in this country (Ennis, Rios-Vargas, & 

Albert, 2011).  In schools, the population of Hispanic children doubled from 11 to 22 

percent between 1989 and 2009 (Aud, et al., 2011). By 2050 31 % of working aged adults 



4 
 

will be of Hispanic origin (Passel & Cohn, 2008). If this population does not have the 

skills they need to succeed, our economy will suffer and our nation will be unable to 

compete at a global scale.  

The significant demographic changes in our nation are even more evident in our 

nation's public schools. In California for example, over 50% of the public school 

population self-identifies as Hispanic (CDE, 2011). With these changes has come the 

need to address the diverse needs of students from culturally and linguistically diverse 

(CLD) populations. In addition to lower academic achievement, CLD students have also 

been identified to be at higher risk for social-emotional and behavioral problems (Albeg, 

2010; Blanco-Vega,Castro-Olivo, & Merrell, 2008; Gonzales & Kim, 1997; Suarez-

Orozco & Suarez-Orozco, 2001). Research suggests that CLD students are at higher risk 

because they tend to come from disadvantaged backgrounds (Prelow & Loukas, 2003). 

Students’ environments have shown to play a significant role in their academic, 

behavioral, and social-emotional outcomes (Cooper, Masi, & Vick, 2009).  

A population identified to be at higher risk, but often understudied are Latino 

immigrant students. These students often face  many additional challenges that can create 

barriers to learning such as their circumstances of exit and entrance (immigration 

experience), social–economic status, levels of acculturation, higher levels of acculturative 

stress, familial acculturative gaps, unstable educational experiences, unwelcoming host 

cultures, and lower perceptions of community and school belonging (Blanco-Vega, 

Castro-Olivo, & Merrell, 2008). In addition, schools’ social networks have also been 

found to marginalize these students, resulting in detrimental outcomes (Olsen, 1997).   



5 
 

The environmental factors listed above have a direct impact on CLD students’ 

risk for social-emotional and behavioral problems. For example, Latino youth are 

overrepresented in juvenile and adult detention centers (Arya et al., 2009), and when 

compared to their Black and White peers Hispanic students were more likely to ride in a 

car with a driver who had been drinking alcohol, seriously consider attempting suicide, 

not use a condom during their last sexual encounter, be offered, sold, or given an illegal 

drug by someone on school property, use some form of cocaine, methamphetamine, 

ecstasy, and sniff/inhale paints or sprays to get high (CDC, 2010). Equally troubling is 

the fact that as a group Hispanics are less likely to seek out mental health services and 

currently they represent one of the largest groups of uninsured in the United States 

despite that Hispanic youth are at a higher risk for mental and emotional problems (APA, 

2010). Many of these outcomes can be function of the neighborhood and environment 

these students come from (Prelow & Loukas, 2003). Regardless of their environmental 

circumstances, educators must identify effective interventions for facilitating success 

among these populations.   

It is imperative that educators be aware and informed of the role 

environmental/social variables can play in students’ development and learning. Schools 

must learn how to address the needs of CLD students in order to promote the healthy 

development of our children and prepare them to become productive and successful 

citizens. Some of the environmental and social variables that have been shown to 

contribute to students' academic outcomes, and that can be altered within school settings, 
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are: social-emotional resiliency, acculturative stress, and ethnic pride (Blanco-Vega et al., 

2008). The following section describes the current research on each of these areas.  

Social-Emotional Resiliency and Academic Outcomes 

 Social-emotional resiliency is the combination of a multitude of positive social-

emotional traits such as: social and emotional knowledge and competence, peer 

acceptance and relationships, ability to bounce back in the face of difficulties, coping 

skills, problem-solving abilities, empathy, and global self-concept (Cohn, Merrell, 

Felver-Grant, Tom, & Endrulat, 2009). In a recent review of 213 school-based social 

emotional learning (SEL) programs, Durlak, Weissberg, Dymnicki, Taylor, & Schellinger 

(2011) found that when compared to control groups, SEL programs improved social and 

emotional skills, attitudes, behavior, and academic performance of participating students. 

This review also highlighted important points in the literature which suggests that 

relationships and emotional processes can affect learning and other related factors such as 

academic engagement, work ethic, commitment, and overall school success. The findings 

of this review also showed that youth with stronger social-emotional skills improved their 

attitudes towards themselves, others and school, their social and classroom behavior, and 

mental health (i.e., stress, anxiety, and depression) which are all related to successful 

academic attainment. Given the negative social and behavioral risks minority youth, 

specifically Latino youth, are faced with, promoting social-emotional resilience has been 

proposed as a promising means to address these issues among this population (Castro-

Olivo, 2010b; Reyes & Elias, 2011). In addition to positive effects on students' 

academics, literature has demonstrated a link between higher levels of social emotional 
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competency and lower levels of high risk behaviors such as delinquency, alcohol and 

drug use, drop outs, poor attendance, conduct problems, suspensions, and school 

disciplinary actions (Ali, Dwyer, Vanner, Lopez, 2010; Durlak, et. al., 2011; Najaka, 

Gottfredson, & Wilson, 2001)..  

 The positive relationship of social-emotional competency and academic 

achievement has been well established (Prelow & Loukas, 2003; Brackett, Rivers, Reyes, 

& Salovey, 2010; Elias & Haynes, 2008; Castro-Olivo et al., 2011); however only a few 

of these studies have focused on Latino youth. The review conducted by Durlak, et. al. 

(2011) is currently the most comprehensive analysis regarding the relationship between 

social emotional learning and academic outcomes; however the findings are limited given 

the lack of subgroup analysis. Examining group differences is needed in order to fully 

understand the specific needs of CLD populations given that factors such as ethnicity and 

culture can impact how much certain populations will benefit from standard SEL 

teaching practices (Durlak, et. al., 2011). For CLD populations, factors such as 

acculturative stress and ethnic identity/pride may impact the levels of social emotional 

resiliency a student may have, as well as their overall academic success (Blanco-Vega et 

al., 2008). Examining the relationships between these variables will allow researchers and 

educators to develop stronger/more culturally sensitive SEL programs that will be more 

effective at promoting healthy development and academic success of CLD students.  

Acculturative Stress  

 An underdeveloped, yet promising area of research is the relationship between 

acculturative stress and academic outcomes. Acculturative stress occurs when an 
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individual finds him/herself being a part of two different conflicting cultures and feels the 

need to conform to their host culture in order to evade potential discrimination (Mena, 

Padilla, Maldonado, 1987). Across cultural groups, acculturative stress may manifest 

differently into various psychosocial stressors that may involve: perceived language 

barriers, familial acculturation gaps, perceived discrimination, and low sense of school 

and/or community belonging (Castro-Olivo, Palardy, Albeg, & Williamson, 2011). To 

date very few have examined the relationship between acculturative stress and academic 

outcomes directly, however the few studies that are available have shown significant 

relationships, where adolescents who report higher levels of acculturative stress have 

lower academic outcomes (Albeg, 2010; Schwartz, Zamboanga,& Jarvis, 2007).  

 Higher levels of acculturative stress in Hispanic youth have been linked to 

various negative social and emotional outcomes, such as early experimental drug use 

(Kulis, Marsiglia, & Nieri, 2009; Vega, Zimmerman, Warheit, & Gil, 2003); 

physiological, concentration, and worrisome symptoms of anxiety (Suarez-Morales & 

Lopez, 2009); and depression and suicidal ideation (Hovey & King, 1996) which all have 

the potential of impacting students’ learning. Higher levels of social emotional resiliency 

may provide CLD youth with the skills necessary to cope with acculturative stress 

(Castro-Olivo, 2010b), which could have an indirect impact on academic achievement 

within this population. Given the negative psychological, social, and potential academic 

outcomes acculturative stress can have on CLD youth it is important to explore these 

relationships in more detail in order to identify how schools can contribute to the 

prevention and or intervention of these negative outcomes.  
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Ethnic Identity/Pride  

Another body of research has focused on the role of ethnic identity/pride on 

academic self-efficacy and academic achievement. Ethnic identify is multidimensional 

and dynamic in nature, meaning it is constantly evolving (Phinney & Ong, 2007). It is an 

aspect of social identity “that is part of an individual’s self-concept which derives from 

knowledge of membership of a social group (or groups) together with the value and 

emotional significance attached to that membership” (Tajfel, 1981, p. 255). Given the 

many components and research focuses of ethnic identify, this study focuses on ethnic 

pride and commitment specifically. Previous literature has suggested that stronger levels 

of ethnic pride and acceptance are related to strong academic outcomes for both Hispanic 

and African American adolescents (Supple, Ghazarian, Frabutt, Plunkett, & Sands, 2006; 

Altschul & Oyserman, & Bybee, 2006; Smith, Atkins, Connell, 2003); however, the 

research in this area is limited especially research focusing on Hispanic populations.  

A strong body of research has identified protective effects of  higher levels of 

ethnic pride on the overall well being of adolescents. For instance, higher levels of ethnic 

pride in Mexican adolescents has been found to be associated with increased levels of 

daily happiness and decreased levels of daily anxiety (Kiang, Yip, Gonzales-Backen, 

Witkow, & Fuligni, 2006). In a study focusing on African American adolescents, ethnic 

pride was found to be a protective factor for attitudes and resistance efficacy towards 

high risk behaviors (Wills, et al., 2007). Stronger reports of ethnic pride have also found 

to be associated with less reported drug use and exposure among minority adolescents 

(Marsiglia, Kulis, & Hecht, 2001). Given the positive effects demonstrated in the 
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literature, stronger levels of ethnic pride may have the potential to promote social 

emotional resiliency among CLD populations (Blanco-Vega et al; Castro-Olivo, 2010a). 

Currently the majority of literature on ethnic pride focuses on college age students and 

African American populations. There is a need to examine this variable within the 

context of Hispanic youth and academic outcomes in primary and secondary level 

education in order to better understand how ethnic pride can promote positive outcomes 

among this population. 

Purpose of Study and Research Questions 

The purpose of this study is to examine the relationships between acculturative 

stress, ethnic identity, social-emotional resiliency and academic outcomes with culturally 

diverse adolescents in a school setting. A better understanding of how these variables 

relate to school achievement can provide additional support and highlight the benefits of 

incorporating social-emotional learning (SEL) programs that are culturally responsive 

into the school culture. This study attempted to answer the following research question: 

1) Is there a significant relationship between acculturative stress, ethnic pride, social-

emotional resiliency and academic outcomes? 2) Do the relationships between 

acculturative stress, ethnic identity, and social-emotional resilience have indirect effects 

on academic outcomes with an adolescent CLD population? Given the current literature 

on these variables, it is hypothesized that higher levels of social-emotional resiliency will 

be positively correlated with higher levels of academic success. Considering that ethnic 

pride has been shown to be a protective factor for various social and emotional outcomes 

among minority youth it is hypothesized that ethnic pride will be positively correlated 
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with social-emotional resiliency, and have an indirect effect on academic outcomes. 

Literature currently postulates that acculturative stress can have a negative impact on 

students’ social-emotional resiliency, therefore it is hypothesized that there will be a 

negative relationship between high levels of acculturative stress and social-emotional 

resiliency, which may have an indirect effect on academic outcomes.  

Analytical Plan 

 The data collected in this study was examined using a path analysis (Mplus 

statistical software, Version 5.1). A path analysis is a subset of structural equation 

modeling (SEM) which examines the direct and indirect relationships between observed 

variables. Model fit was evaluated utilizing the guidelines provided by Hu and Bentler 

(1999), which suggest CFI and TLI estimates >.95, a RMSEA estimate <.06, and a 0 in 

the left end of the RMSEA confidence interval (CI). Consensus among these fit indices 

provides the strongest evidence of good model fit. Chi-square statistics are presented, 

however given their sensitivity to sample sizes they were not utilized as an index of 

model fit with this data (Raykov & Marcoulides, 2006). The analysis was conducted 

using raw data and factor loadings were interpreted in standardized form. 

Proposed Model. This model seeks to examine the role of ethnic identity, 

acculturative stress, and social-emotional resilience on academic outcomes measures by 

GPA, reading fluency, and English language arts state test scores (see Figure 1.).  
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Methods 

Participants 

Data were collected on 78 middle and high school students in Southern California 

during the 2010-2011 school year. Participants were drawn from middle school (n=50) 

and high school (n=28) classrooms in Southern California. The average age of the 

participants was 14 years old, and gender was almost evenly split with 49% (n=38) males 

and 51% (n=40) females. With regards to the primary language spoken in the home, 35% 

(n=27) listed English, 17% (n=13) listed Spanish, 2% (n=2) list a language of Asian 

origin, and 46% (n=36) listed both English and Spanish as being equally spoken in the 

home. As classified by the school district, 47.4% were English only students, 47.4% were 

English Language Learners (ELL), and 5.1% had been Redesignated as Fluent-English 

Proficient (RFEP). Of the ELL group, California English language development test 

Figure 1. Proposed Path Analysis 
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(CELDT) scores placed these students within language proficiency levels ranging from 

level 1 through level 5. Across the sample 3.9% (n=3) identified themselves as 

Caucasian/White, 11.7% (n=9) identified as African American, 64.9% (n=50) identified 

as Hispanic/Latino, and 19.5 (n=15) identified as Other or Mixed.  

School Characteristics 

The participating middle school consisted of a predominantly Hispanic or Latino 

population (53%), followed by Black or African American (22%), White (18%), Filipino 

(3%), Asian (2%), Native Hawaian/Pacific Islander (.6 %), and American Indian or 

Alaska Native (.3%). Among this population, 67% were classified as socio-economically 

disadvantaged, and 12% were classified as English language learners during the 2009-

2010 academic school year, as reported by the representing school district. The 

participating high school also consisted of a predominantly Hispanic or Latino population 

(63%), followed by Black or African American (22%), White (9%), Filipino (2%), Asian 

(3%), Native Hawaian/Pacific Islander (.6 %), and American Indian or Alaska Native 

(.2%). Among this population, 76% were classified as socio-economically disadvantaged, 

and 18% were classified as English language learners during the 2009-2010 academic 

school year, as reported by the representing school district. 

Measures 

 Coping with Acculturative Stress in American Schools (CASAS-A). The 

CASAS-A is a 16-item scale where children are asked to report how often they feel, 

think, and or act a certain way when they experience a situation that might trigger 

acculturative stress in school settings (see Appendix A for complete scale). Students 
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responses reflect: 0= does not apply; 1= never; 2= sometimes; 3= often; and 4= always or 

almost always. CASAS-A was developed for use with school-age children in grades 6 

through 12 who may be experiencing acculturative stress from the cultural interactions 

and conflicts between their school and home social networks. The measure has been 

found to be reliable and valid, at α= .86 and convergent validity reported at .58 (p<.01) 

(Castro-Olivo et al., 2011). Reliability for the current sample was also found to be 

acceptable at α=.85. The mean (with standard deviation in parentheses) for the current 

sample was 14.37 (3.92).  

The Multigroup Ethnic Identity Measure (MEIM). The ethnic commitment 

subscale of the MEIM (Phinney, 1992) was used to assess the level of ethnic 

identity/pride of participants (see Appendix B for complete subscale). The commitment 

subscale of the MEIM is comprised of six items and levels of ethnic commitment are 

measured according to how strongly the respondent feels about each statement. Items are 

rated on a scale of 1 to 4; where 1 indicates strongly disagree, 2 indicates disagree, 3 

indicates agree and 4 indicates strongly agree.  Sample items include: "I am happy to 

part of my ethnic group," " I am very proud of my ethnic group and its accomplishments." 

Reliability has been previously reported to range from α=.69- .90, for the current sample 

an alpha coefficient of α= .71 was obtained. The mean (with standard deviation in 

parentheses) for the current sample was 17.24 (7.44).  

 SEARS-Adolescent Short Form (SEARS-A-SF). The SEARS-A-SF (Merrell, 

2008) is a 12-item self-report measure for adolescents in grades 7 through 12, that is used 

as a school-based screening measure to efficiently identify the incidence of low social-
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emotional resiliency (see Appendix C for complete measure). Items are rated on a Likert 

scale with response choices consisting of Never, Sometimes, Often, and Always. Sample 

items include: “I make friends easily,” “I stay in control when I get angry.” The 

SEARS-A-SF has been previously reported to have strong reliability and validity 

(Merrell, 2008). For the current sample an alpha coefficient of α= .58 was obtained. The 

mean (with standard deviation in parentheses) for the current sample was 19.93 (4.38).  

 Dynamic Indicators of Early Literacy Skills (DIBELS). The 6th grade passages 

from the DIBELS’ Oral Reading Fluency (DORF) (Good & Kaminski, 2010) assessment 

systems were used to assess participating students’ levels of reading fluency. The DORF 

is a standardized brief measure of accurate and fluent reading of connected text. This 

measure is administered individually and participants are given 1 minute to accurately 

and fluently read a passage (see Appendix D for example passage). Three passages are 

given for a total testing time of three minutes, and the final score is determined by 

identifying the median number of words read correctly per minute. An inter-rater 

reliability coefficient of .98 was obtained from 7% of the current sample. The DIBELS 

DAZE (Good & Kaminski, 2010) was used as a standardized measure of reading 

comprehension. Participants were given three minutes to silently read a passage where 

every seventh word has been replaced by a box containing the correct word and two 

distracters. The participant received credit for every correct word selected in the passage. 

The mean (with standard deviation in parentheses) for the current sample was 120.56 

(25.36).  
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 Academic Achievement. Academic achievement was measured by students’ 

GPA and performance on the English Language Arts portion of the California Standards 

Test (CST-ELA). GPAs and CST scores were obtained by school personnel at each 

respective school. GPAs were based on the students’ performance from the current year 

and were not cumulative from previous years. The CST-ELA is designed to assess 

proficiency in English Language Arts content standards set by the state of California. The 

means (with standard deviations in parentheses) for GPA and CST-ELA were 1.92 (0.78) 

and 296.90 (44.68), respectively.   

Procedure 

 All students from the participating classrooms were given an opportunity to 

participate in this study, however only students who returned a signed parental consent 

were allowed into the study. This study was approved by the University of California, 

Riverside’s Human Subject Institutional Review Board, under the protocol # HS 09-120. 

An explanation and information session of the study was given during regular class time 

and consents were sent home with students from nine participating classes. Consent 

forms as well as surveys were available in both English and Spanish. Data was collected 

over two days, with the first day consisting of administering the literacy measures, and 

the second day consisting of administering the full survey which combined the remaining 

measures. Literacy measures were administered individually and the survey was 

administered in a group format. An empty classroom was used to administer the survey, 

and all questions were read aloud to participants in an effort to eliminate item bias 

associated with reading levels. In order to prevent participant responses from being 
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influenced by their peers, privacy carols were used at each desk occupied by a participant 

during the survey. All data collection took place during normal school hours and on the 

campus of the participating school. As an incentive, all participants were entered into a 

drawing for a pair of movie tickets, and one participant from each classroom was chosen 

after data collection. Three trained graduate students administered the literacy and survey 

measures in a standardized manner.  

Results 

 Spearman correlations were run to answer research question 1 and path analysis 

techniques were employed to answer research question 2.  

Research Question 1) Is there a significant relationship between acculturative stress, 

ethnic pride, social-emotional resiliency and academic outcomes?  

 The correlation analysis summarized in Table 1 indicates a negative relationship 

between acculturative stress and resiliency, r(78)= -.23, p=.04. This suggests that 

students with higher levels of acculturative stress tend to demonstrate lower scores on the 

measure of social-emotional resiliency, which supports the original hypothesis. However, 

no significant relationships were found between ethnic identity, social-emotional 

resiliency, and academic outcomes. 
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Table 1 

Correlations of all Variables 

Variable 
 CST-

ELA 
Reading 
Fluency 

Acculturative 
Stress 

Resiliency Ethnic 
Pride GPA 

GPA ---      
CST-ELA .45** --     
Reading Fluency 0.08 .54** ---    
Acculturative Stress 0.06 -0.00 0.03 ---   
Resiliency  0.09 0.02 -0.03 -0.23* ---  
Ethnic Pride -0.06 0.13 0.03 0.15 0.17 --- 
*p < .05; **p < .01. 

Note. GPA = Grade Point Average; CST-ELA= English Language Arts portion of the 
California Standards Test; a= Pearson Correlation; b= Spearman Correlation 
 

Path Analysis 

 Given that the independent variables in the model (acculturative stress, resiliency, 

and ethnic pride) are ordinal variables, factor scores were created in Mplus in order to 

ensure that the items from each variable were weighted according to the amount of 

variance being accounted for, rather than leaving all items equally weighted (DiStefano, 

Zhu, & Mindrila, 2009). The new factor scores for the independent variables along with 

the original raw scores for dependent variables were entered into the proposed path 

analysis model. Results from the path analysis are displayed below in Figure 2.  

According to the guidelines provided by Hu and Bentler (1999), the model did not fit the 

data adequately (
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Research Question 2) Do the relationships between acculturative stress, ethnic 

pride, and social-emotional resilience have indirect effects on academic outcomes 

with an adolescent CLD population? 

The analysis did not reveal significant paths between social-emotional resiliency 

and academic outcomes, or between acculturative stress, ethnic pride, and social-

emotional resiliency as originally hypothesized.  

Figure 2. Path Analysis with Model Estimates 

 

Discussion 

The purpose of this study was to examine the relationships between acculturative 

stress, ethnic identity, social-emotional resiliency and academic outcomes with culturally 

diverse adolescents in a school setting. It was hypothesized that higher levels of social-
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emotional resiliency would be positively correlated with academic success and ethnic 

pride; and negatively correlated with acculturative stress. Spearman correlations revealed 

a significant negative correlation between social-emotional resiliency and acculturative 

stress. This finding supports the original hypothesis; however, no other significant 

correlation was found. The results of this study are inconclusive and fail to  support the 

proposed hypotheses. A potential explanation for the non-findings could be the low 

reliabily and questionable validity of the social-emotional resiliency measure employed 

for this study. Measures that are not psychometrically strong can have larger amounts of 

measurment error and limit the ability to make valid inferences (Salvia, Ysseldyke,  & 

Bolt, 2010). Additional limitations to this study that could have contributed to the non-

signficant findigns are described in the section below.  

As far as the significant finding identified in this study (negative relationship 

between social-emotional resiliency and acculturative stress),  more research needs to be 

conducted to evaluate the impact of social-emotional resiliency programs on reducing 

students' acculturative stress. The negative relationship found between these varables 

provides some support for developing/implementing SEL programs that are culturally 

responsive. Culturally responsive SEL programs are expected to provide CLD youth with 

the resiliency skills necessary to learn to cope with the acculturative stress they may be 

experiencing as they navigate our multicultural society (Castro-Olivo, 2010).  

Limitations 

There are several limitations of this study that are important to discuss. First, the 

sample size was relatively small. Although there is no universal agreement on guidelines 
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for sample sizes in SEM models, there is a recommendation found in the literature that a 

desirable sample size would be more than 10 times the number of free model parameters 

(Hu, Bentler, & Kano, 1992). Given the proposed model had 8 free parameters, a 

desirable sample size would be 80, according to the recommendation stated above. The 

current sample of 78 would seem to be appropriate; however there are many other factors 

that can affect the appropriate sample size needed for this analysis. For instance, factors 

such as the psychometric properties of the variables, missing data, and the strength of the 

relationships between variables can all play a role in determining an adequate sample size 

(Raykov & Marcoulides, 2006). Evaluating the current data with regards to these factors, 

a larger sample size would have been more appropriate. Second, given the small sample 

size the current analysis combined both middle and high school students into one group. 

These two groups were not equal in size, with more middle school students in the sample 

than high school students. It is possible that there are differences between these two 

groups that could be affecting the results in this analysis.  

 One of the other major limitations of this study is the means used to assess the 

independent variables acculturative stress, social-emotional resiliency, and ethnic 

identity. These are latent constructs that often consist of more than one factor. Although 

the measures used in this study had previously been validated it is possible that they 

might not be adequately measuring the desired, or most relevant, construct, especially 

given the diversity of my sample. It is also possible that individual factors of a particular 

construct might have more of an impact on other variables compared to the global 

construct. For instance, there are many facets that make up social-emotional resiliency 
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and it is possible that particular individual components may have a stronger relationship 

with academic outcomes compared to the global construct of social-emotional resiliency.  

A more thorough review of the independent variables and their related factors is needed 

in order to be able to identify important relationships.   

 Given these limitations, the main question of this study regarding identifying how 

the variables acculturative stress, ethnic identity, and social-emotional resiliency relate to 

academic outcomes with an adolescent CLD population could not be fully answered.  

Future Research 

More research is needed to better understand the relationship between these 

variables and determine how factors relating to CLD populations, such as acculturative 

stress and ethnic identity, can be influenced by social-emotional resilience. Previous 

literature has supported the link the between social-emotional resilience and academic 

outcomes, however limited research has examined this relationship with regards to CLD 

populations. Future research should secure a large enough sample to be able to analyze 

group differences between, grade level, ethnicity, and gender. It is also imperative that 

measures used to analyze latent constructs are effectively measuring the desired construct 

in order to be able to adequately provide recommendations for intervention.  

 

 

 

 



23 
 

References 

Albeg, L. (2010). A study of the relationship of symptoms of mental health, acculturative 

stress and academic performance. Unpublished Masters' Thesis. University of 

California, Riverside. 

Ali, M. M., Dwyer, D. S., Vanner, E. A., & Lopez, A. (2010). Adolescent propensity to 

engage in health risky behaviors: The role of individual resilience. International 

Journal of Environmental Research and Public Health, 7, 2161-2176. DOI: 

10.3390/ijerph7052161 

Altschul, I., Oyserman, D., & Bybee, D. (2006). Racial-ethnic identity in mid-

adolescence: Content and change as predictors of academic achievement. Child 

Development, 77(5), 1155-1169. DOI: 10.1111/i.1467-8624.2006.00926.x  

American Psychiatric Association (APA). (2010). Mental health disparities: 

Hispanics/Latinos. APA Fact Sheet. Retrieved from: 

http://www.psych.org/Share/OMNA/Mental-Health-Disparities-Fact-Sheet--

Latinos.aspx 

Armour, J., & Hammond, S. (2009). Minority youth in the juvenile justice system: 

Disproportionate Minority Contact. National Conference of State Legislatures. 

Retrieved from: http://www.ncsl.org/print/cj/minoritiesinjj.pdf 

Arya, N., Villarruel, F., Villanueva, C., & Augarten, I. (2009). America’s invisible 

children: Latino youth and the failure of justice. Campaign for Youth Justice. 

Retrieved from: http://www.campaignforyouthjustice.org/documents/CFYJPB_ 

InvisibleChildren.pdf 



24 
 

Aud, S., Hussar, W., Kena, G., Bianco, K., Frohlich, L., Kemp, J., Tahan, K. (2011). The 

Condition of Education 2011 (NCES 2011-033). U.S. Department of Education, 

National Center for Education Statistics. Washington, DC: U.S. Government 

Printing Office. 

Blanco-Vega, C., Castro Olivo, S. & Merrell, K. (2008). Social and emotional needs of 

Latino immigrant students: An ecological model for developing, planning and 

implementing culturally sensitive interventions. Journal of Latinos and Education 

7(1), 43-61. DOI: 10.1080/15348430701693390 

Brackett, M.A., Rivers, S.E., Reyes, M.R., & Salovey, P. (2010). Enhancing academic 

performance and social and emotional competence with the RULER Feeling 

Words Curriculum. Learning and Individual Differences. DOI:10.1016/j.lindif. 

2010.10.002 

California Department of Education (CDE). (2011). Graduates by Ethnicity 2008-2009. 

Retrieved from: http://www.dq.ced.ca.gov.dataquest/GradruateReporting 

/GraduatesByEth.aspx?cTopic=Graduate    

Castro Olivo, S. M. (2010a). One size does not fit all: Adapting SEL programs for use in 

our multicultural world. In K. W. Merrell, & B. A. Gueldner. Social and 

Emotional Learning in the Classroom: Promoting Mental Health and Academic 

Success. New York, NY: Guildford Publications Inc.   

Castro-Olivo, S. M. (2010b). Social-emotional learning for English language learners: 

Implications for research and practice. Paper presented at the Meeting of the 

National Association of School Psychologists, Chicago, IL. Retrieved from: 



25 
 

http://www.nasponline.org/conventions/handouts2010/unstated/NASP2010_SEL

%20for%20ELL.pdf 

Castro-Olivo, S. M., Palardy, G. Albeg, L., & Williamson (2011). Validation of the 

coping with acculturative stress in American schools (CASAS) scale on a Latino 

adolescent sample. Manuscript submitted for publication. 

Castro-Olivo, S. M., Preciado, J. A., Sanford, A. K., & Perry, V. (2011). The academic 

and social-emotional needs of secondary Latino English learners: Implications for 

screening, identification, and instructional planning. Exceptionality, 19 (3), 160-

174. DOI: 10.1080/09362835.2011.579846 

Centers for Disease Control and Prevention (CDC). (2009). School Connectedness: 

Strategies for Increasing Protective Factors Among Youth. Atlanta, GA: U.S. 

Department of Health and Human Services. Retrieved from: 

http://www.cdc.gov/healthyyouth/adolescent health/pdf/connectedness.pdf  

Centers for Disease Control and Prevention (CDC). (2010). Youth risk behavior 

surveillance: United States, 2009. Surveillance Summaries, June 4, 2010. 

MMWR 2010;59 (No. SS-5). Retrieved from: http://www.cdc.gov/mmwr/pdf/ss 

/ss5905.pdf 

Centers for Disease Control and Prevention (CDC). (2011). Health-risk behaviors and 

academic achievement. Retrieved from: http://www.cdc.gov/healthyyouth/health 

_and _academics /pdf/health_risk_behaviors.pdf  

Chapman, C., Laird, J., and KewalRamani, A. (2010). Trends in High School Dropout 

and Completion Rates in the United States: 1972–2008 (NCES 2011-012). 



26 
 

National Center for Education Statistics, Institute of Education Sciences, U.S. 

Department of Education. Washington, DC. Retrieved from: http://nces.ed.gov/ 

pubs2011/2011012.pdf 

Cohn, B., Merrell, K. W., Felver-Grant, J., Tom, K., & Endrulat, N. R. (2009). Strengh-

based assessment of social and emotional functioning: SEARS-C and SEARS-A. 

Paper presented at the Meeting of the National Association of School 

Psychologists, Boston. Retrieved from: http://strongkids.uoregon.edu/SEARS 

/Cohn2009.pdf 

Cooper, J. L., Masi, R., & Vick, J. (2009). Social-emotional development in early 

childhood: What every policymaker should know. National Center for Children in 

Poverty. Retrieved from: http://www.nccp.org/publications/pdf/text_882.pdf  

DiStefano, C., Zhu, M., & Mindrila, D. (2009). Understanding and using factor scores: 

Considerations for the applied researcher. Practical Assessment, Research and 

Evaluation, 14(20), 1-11. Retrieved from: http://pareonline.net/pdf/v14n20.pdf  

Durlak, J. A., Weissberg, R. P., Dymnicki, A. B., Taylor, R. D., & Schellinger, K. B. 

(2011). The impact of enhancing students’ social and emotional learning: A meta-

analysis of school-based universal interventions. Child Development, 82(1), 405-

432. DOI: 10.1111/j.1467-8624.2010.01564.x 

Elias, M. J., & Haynes, N. M. (2008). Social competence, social support, and academic 

achievement in minority, low-income, urban elementary school children. School 

Psychology Quarterly, 23(4), 474-495. DOI:  10.1037/1045-3830.23.4.474 

http://psycnet.apa.org/doi/10.1037/1045-3830.23.4.474�


27 
 

Ennis, S., Rios-Vargas, M., & Albert, N. G. (2011). The Hispanic population: 2010 

Census briefs. The United States Census Bureau. Retrieved from: 

http://www.census.gov/ prod/cen2010/briefs/c2010br-04.pdf 

Gregory, A.,Skiba, R. J., & Noguera, P. A. (2010). The achievement gap and the 

discipline gap: Two sides of the same coin? Educational Researcher, 39(1), 59-

68. DOI: 10.3102/0013189X09357621 

Gonzales, N. A., & Kim, L. (1997). Stress and coping in an ethnic minority context: 

Children’s cultural ecologies. In S. A. Wolchik & I.N. Sandler (Eds.), Children’s 

coping with common stressors: linking theory, research and interventions (pp. 

481–511). New York: Plenum. 

Good, R. H., & Kaminski, R. A. (2010). DIBELS Next Assessment Manual. Eugene, OR: 

Dynamic Measurement Group. 

Hovey, J. D., & King, C. A. (1996). Acculturative stress, depression, and suicidal 

ideation among immigrant and second-generation Latino adolescents, Journal of 

Academy of Child and Adolescent Psychiatry, 35 (9), 1183-1192. DOI: 

10.1097/00004583-199609000-00016 

Hu, L., & Bentler, P. M. (1999). Cutoff criteria for fit indexes in covariance structure 

analysis: Coventional criteria versus new alternatives, Structural Equation 

Modeling, 6(1), 1-55. DOI: 10.1080/10705519909540118 

Hu, L., Bentler, P.M., & Kano, Y. (1992). Can test statistics in covariance structure 

analysis be trusted? Psychological Bulletin, 112, 351-362. DOI: 10.1037/0033-

2909.112.2.351 

http://dx.doi.org/10.1097/00004583-199609000-00016�
http://psycnet.apa.org/doi/10.1037/0033-2909.112.2.351�
http://psycnet.apa.org/doi/10.1037/0033-2909.112.2.351�


28 
 

Kiang, L., Yip, T., Gonzales-Backen, M., Witkow, M., Fuligni, A. J. (2006). Ethnic 

identity and the daily psychological well-being of adolescents from Mexican and 

Chinese backgrounds. Child Development, 77(5), 1338-1350. DOI:10.1111/j.1467 

-8624.2006.00938.x  

Kulis, S., Marsiglia, F.F., & Nieri, T. (2009). Perceived discrimination versus 

acculturation stress: Influences on substance use among Latino youth in the 

Southwest. Journal of Health and Social Behavior, 50(4), 443-459. DOI: 

 

Livaudais, J. C., Napoles-Springer, A., Stewart, S., & Kaplan, C. P. (2007). 

Understanding Latino adolescent risk behaviors: Parental and peer influences. 

Ethnicity and Disease, 17(2), 298-304. Retrieved from: http://www.ishib.org 

/ED/journal/17-2s2/ethn-17-02-298.pdf  

10.1177/002214650905000405 

Manguin, E., & Loeber, R. (1996). Academic performance and delinquency. Crime and 

Justice, 20, 145-264. Retrieved from: http://www.jstor.org/stable/1147645? 

origin=JSTOR-pdf  

Marsiglia, F. F., Kulis, S., & Hecht, M. L. (2001). Ethnic labels and ethnic identity as 

predictors of drug use among middle school students in the Southwest. Journal of 

Research on Adolescence, 11(1), 21-48. Retrieved from: http://www.public.asu. 

edu /~atssk/ ssk_jra01.pdf 

Mena, F. J., Padilla, A. M., & Maldonado, M. (1987). Acculturative stress and specific 

coping strategies among immigrant and later generation college students [Special 



29 
 

issue]. Hispanic Journal of Behavioral Sciences, 9, 207–225. DOI: 

10.1177/07399863870092006 

Merrell, K. W. (2008). Social and emotional assets and resiliency scales (SEARS). 

Eugene: School psychology program, University of Oregon. Retrieved from:  

http://strongkids .uoregon.edu/SEARS.html  

National Institute on Drug Abuse (NIDA). (2003). Preventing drug use among children 

and adolescents: A research-based guide for parents, educators, and community 

leaders, 2nd ed. U.S. Department of Health and Human Services. Retrieved from: 

http://drugabuse. gov/pdf/prevention/redbook.pdf  

Najaka, S.S., Gottfredson, D.C., and Wilson, D.B. (2001). A meta-analytic inquiry into 

the relationship between selected risk factors and problem behavior. Prevention 

Science 2(4): 257-271. DOI: 10.1023/A:1013610115351 

Olsen, L. (1997). Made in America: Immigrant students in our public schools. NY: The 

New Press. 

Passel, J. S., & Cohn, D. (2008). U.S. population projections: 2005-2050. Pew Research 

Center. Retrieved from: http://pewhispanic.org/files/reports/85.pdf 

Phinney, J. (1992). The Multigroup Ethnic Identity Measure: A new scale for use with 

adolescents and young adults from diverse groups. Journal of Adolescent 

Research, 7, 156-176. DOI: 10.1177/074355489272003 

Phinney, J., & Ong, A. (2007). Conceptualization and measurement of ethnic identity: 

Current status and future directions. Journal of Counseling Psychology, 54, 271-

281. Retrieved from: 10.1037/0022-0167.54.3.271 

http://dx.doi.org/10.1037/0022-0167.54.3.271�


30 
 

Prelow, H. M., & Loukas, A. (2003). The role of resource, protective, and risk factors on 

academic achievement-related outcomes of economically disadvantaged Latino 

Youth. Journal of Community Psychology, 31(5), 513-529. DOI: 10.1002/jcop 

.10064 

Raykov, T., & Marcoulides, G.A. (2006). A first course in structural equation modeling 

(2nd Edition). Mawwah,N.J; Erlebaum Associates, Inc. 

Reyes, J. A., & Elias, M. J. (2011). Fostering social-emotional resilience among Latino 

youth. Psychology in the Schools, 48(7), 723-237. DOI: 10.1002/pits.20580 

Schwartz, S. J., Zamboanga, B. L., & Jarvis, L. H. (2007). Ethnic identity and 

acculturation in Hispanic early adolescents: Mediated relationships to academic 

grades, prosocial behaviors, and externalizing symptoms. Cultural Diversity and 

Ethnic Minority Psychology, 13(4), 364-373. DOI:  10.1037/1099-9809.13.4.364 

Smith, E., Atkins, J., & Connell, C. M. (2003). Family, school, and community factors 

and relationships to racial-ethnic attitudes and academic achievement. American 

Journal of Community Psychology, 32(1-2), 159-173. DOI: 

10.1023/A:1025663311100 

Suarez-Morales, L., & Lopez, B. (2009). The impact of acculturative stress and daily 

hassles on pre-adolescent psychological adjustment: Examining anxiety 

symptoms. Journal of Primary Prevention, 30, 335-349. DOI: 10.1007/s10935-

009-0175-y 

Suarez-Orozco, C., & Suarez-Orozco, M. (2001) Children of immigration. Cambridge, 

MA: Harvard University Press.  

http://psycnet.apa.org/doi/10.1037/1099-9809.13.4.364�


31 
 

Supple, A. J., Ghazarian, S. R., Frabutt, J. M., Plunkett, S. W., & Sands, T. (2006). 

Contextual influences on Latino adolescent ethnic identity and academic 

outcomes. Child Development, 77, 1427-1433. Retrieved from: http://www.ncbi. 

nlm.nih.gov/pubmed /16999809  

Tajfel, H. (1981). Human groups and social categories. Cambridge: Cambridge 

University Press.  

U.S. Department of Health and Human Services. (2001). Youth violence: A report of the 

Surgeon General. Washington, DC: U.S. Government Printing Office. Retrieved 

from: from http://www.surgeongeneral.gov/library/youthviolence/ 

Vega, W., Zimmerman, R., Warheit, G., & Gil, A. (2003). Acculturation, stress and 

Latino adolescent drug use. Socioeconomic conditions, stress and mental 

disorders: Toward a new synthesis of research and public policy. National 

Institute of Mental Health ed, Bethesda, MD. Retrieved from: http://www.mhsip 

.org/pdfs/Vega.pdf 

Wallace, J. M., Goodkind, S., Wallace, C. N., & Bachman, J. G. (2008). Racial, ethnic, 

and gender differences in school discipline among U.S. high school students: 

1991-2005. The Negro Educational Review, 45(1-2), 47-62. Retrieved from: 

http://vnweb.hwwilsonweb.com/hww/results/results_common.jhtml;hwwilsonid=

DCHPIYHRMIQ3BQA3DINCFGOADUNGIIV0 

Wills, T. A., Murry, V. M., Brody, G. H., Gibbons, F. X., Gerrard, M.,Walker, C., et al. 

(2007). Ethnic pride and self-control related to protective and risk factors: Test of 



32 
 

the heuristic model for the strong African-American families program. Health 

Psychology, 26, 50-59. DOI: 10.1037/0278-6133.26.1.50 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

http://psycnet.apa.org/doi/10.1037/0278-6133.26.1.50�


33 
 

Appendix A 

Coping with Acculturative Stress in American Schools (CASAS-A) 
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Appendix B 

The Multigroup Ethnic Identity Measure (MEIM) 
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Appendix C 

SEARS-Adolescent Short Form (SEARS-A-SF) 
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Appendix D 

Example Passage of DIBELS’ Oral Reading Fluency (DORF 

Hello Hong Kong  

Warm air means a change in the weather, and summer means travel to many families. For 

the Chen family, this summer was going to be an exciting time of year. For the first time, 

they would take the underground train ride from their home in southern China and travel to 

Hong Kong.  

Jackie was very excited about the visit. Jackie Chan, the movie star, was one of his 

heroes, and he liked to imagine that one day he would meet the famous star from Hong Kong. 

They would become good friends, smiling and laughing that their names were almost the 

same.  

The family had spent much time learning about Hong Kong. Still, they were surprised 

at what they found when they got off the train and walked onto the city streets. Old Chinese 

ways blended with new Western culture, the result of British rule of the island for hundreds 

of years. The city was totally bilingual. Almost everyone spoke fluently in English and 

Chinese. Tall buses with two levels of seats whizzed through the busy streets, competing with 

trams and taxis for passengers. Modern skyscrapers filled the city, and millions of people 

bustled about their business and their lives. There were cars, but they certainly weren’t 

necessary with all the public transportation readily available.  

Rising high beyond the city skyline were steep, green mountains, and much of the 

island was preserved for parks. However, the family was only treated to the full beauty of 

Hong Kong Island when they took a ferry ride across Victoria  Harbour. From the water, the 

family could see almost the entire island, including the mountains.  

The Chens had a wonderful time exploring the city, shopping and visiting museums. 

They loved hiking up peaceful, green trails to look out over the island that was part of their 

homeland. Jackie knew he would return many times. There was so much to see and do that 

his imagination was set on fire. Maybe someday he would get to meet his hero. In Hong 
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Kong, everything seemed possible.  

DIBELS® Benchmark Assessment Page 1 Oral Reading Fluency G6/Benchmark 1.1  
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